ED 189 813

AUTHOR
TITLE

INSTITOTION

SPONS AGENCY

PUB DATE
CONTRACT

NOTE

AVAILABLE FROM

EDRS PRICE
DESCRIPTORS

ABSTRACT

DOCUNENT RESINR
95 3A 0909 928

Thoapson, Sydney

Competency-Based Educatiocn: Theory & Practice. ACSA
School Management Digest, Seriee 1, Number 9..
BRIC/CEM Research Analysis Series, Nusmber 36.
Asso6ciation of Califorria School Administrators.:
oregon Univ., Bugene. BRIC Clearinghouse cn
Educational Managesment.

National Inst. of Rducation (DEEW), Bashington,

D. L -

77

400-78-0007

52p.

Association of Califorria School Administrators, P.O.
Box 39186, Rincon Annex, San Francisco, California
94139 ($1.75 ACSA members; $2.75 non-amembers)

MF-$0.83 HC~$3.50 Plus Fostage.

Curriculua Development; Bducaticnal Change;
sBducational Programs; *Educatioral Theories;
Elementary Secondary Education; Instructional’
Systeas; *Performance Eased Education; *Progras-
Descriptions; *Progras Development; Program _.- N
Evaluation; #*skills; Student Evaluaticn

Some tentative ev.dence bears out the claims of

coapetency based education (CBE) theory, suggesting that well
implemented CLE programs can bring significant benefits; however, CBE
still remains a largely untested innovation, according to the author
of this analysis paper. He outlines CBE in theory--its definitice,
implications, benefits, and problems--and in practice, describing
three CBE programs currently in cperation (California's Basic Skills
Program, Oregon's lLife-Role Prograam, and th@ PFairfield-Suisun School
District (California) Career Major Prcgram). Incorporating
inforsation gleaned from interviews with school adainistrators, as
wrll as from the literature on CBE, the author descrikes the
implementation process and problems asgscciated with instituting
competancy based education. He concludes that the best chance for
successful implementation appears to lie in cultivating good staff
morale, assessing outcomes early in curriculum development, and
linking outcomes, instruction, and assessment in newly designed .

courses.

(Author/DS)

###t*t#**#*#**t*#**#*#****##*t*#*###*#"#‘#t#*"*#““**‘Q****‘t***##tt

* Reproductious supplied by EDRS are the best that can be made *
* froe the original document. *
P Tttt e e e R PR ST RE R 2R R R SRR L) S L 2S2 RS2 222 202 2




B

EL149413

U'S ORPARTMELT OF HEALTH,
EOUCATION % VELFARE
NATIONAL | NSTITUTE OF

EDUCATION

THIS DOCUMENT HAS BEEN REPRO-
OUCEO EXACTLY AS RECEIVEQ FROM
THE PERSON OR ORGANIZATION ORIGIN-
ATING '7 POINTS OF VIEW OR OPINICNS
STATEO DO NOT NECESSARILY REPRE-
SENT OF FICIAL NATIONAL INSTITUTE OF
EOUCATION POSITION OR POLICY

Competency - Based
Education

THEORY &
PRACTICE

Sydney Thompson

Prepared b)f Published by
‘ ERIC Clearinghouse on Association of California
1

Educational Management School Administrators




O

ERIC

%

ACSA School Management Digest, Number Nine
ERIC/CEM Accession Number: EA 009 928
ERIC/CEM Research Analysis Series, Nuinber Thirty-six

Printed in the United States of America, 1977
Association of California School Administrators
1575 Old Bayshore Drive

Burlingame, California 94010

Additional copies are available from ACSA for $1.75, members;
$2.75, nonmembets.

The materia) in this publication was prepared pursuant to a contract with
the National Institute of Education, U.S. Department of Health, Educa-
tion, and Welfare. Contractors undertaking such projects under govern-
ment sponsorship are encouraged to express freely their judgment in
professicnal and technical matters. Prior to publication, the manuscript
was submitted to the Association of California School Administrators
for critical review and determination of profcssional comyetence. This
publication has met such standards. Points of view or opinions, how-
ever, du not necessarily represent the official view or opinions of either
the Association of California School Administraiors or the National
Institute of Education.

3




e
- — — o~ |

A

ERIC

CONTENTS

Foreword
The Rush toward Competency-Based Education

CBE in Theory
“What It Is: A Definition
What It Implies
The Benefits
The Problems

CBE in Practice
- California’s Basic Skills Program
Oregon’s Life-Role Program
Fairfield-Suisun’s Career Major Program

CBE Implementation’
Laying a Foundation (/Qx
Identifying Outcomes
Organizing a Task Force
Promoting Staff Morale
Assigning Instructional Responsibility
Determining Assessment Procedures

Developing a Record-Keeping System
Other Things to Do

Conclusion .
Bibliography

Interviews

IToxt Provided by ERI

00O UL L = <

14
16
21

24
24
25
27
30
31
33
34
35

38
39

44




o~
/

-

O

ERIC

Aruitoxt provided by Eic:

The Educational Redources Information Center (ERIC) is a national
information system opekated by the Nationa! Institute of Education.
ERIC serves the educatiopal community by disseminating educational
research results and other\resource information that can be used in
developing more effective eduicational programs.

The ERIC Clearinghouse on Educational Management, one of several
clearinghouses in the system, was established at the University of Oregon
in 1966. The Clearinghouse and\its companion units process research
reports and journal articles for Announcemer.t in ERIC’s index and
abstract bulletins. - \

Research reports are announced I, Resovrces in Education (RIE),
available in many librarigs and by sub cnptlon for $42.70 a year from
the United States Government Printing Office, Washington, D.C. 20402.
Most of the documents listed in RIE dan be purchased through the
ERIC Document Reproduction Service, dperated by Computer Migro-
film Internaticnal Corporation.

« Journal articles are announced in (’urrentlndex to Journals in Educa-
tion. CIJE is also available in many libraries and can be ordered for $62
a year from Macmillan Information, 100D Brown Street, Riverside,
New Jersey 08075. Semiannual cumulations can be ordered separately.

Besides processing documents and journal articles, the Clearinghouse
has; another major function—information analysis and synthesis. The
Cle*.ringhousc prepares bibliographies, literature reviews, state-of-the-
knowledge papers, and other interpretive research studies on topics in
its educational area. 5




Both the Association of California School Administrators
and the ERIC Clearinghouse on Educational Management are
pleased to cooperate in producing the Schoo! Management
Digest, a series of reports designed to offer educational leaders
. essential information on a wide range. of«critical concerns in
education. >

At atime when decisions in education must be made on the
"basis ofmrrcasmgly complex information, the Digest provides -
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the practical implications of major research findings.

By special cooperative arrangement, the series draws on
the extensive research facilities and expertise of the ERIC
Clearinghouse on Educational Management. The titles in the
seriec were planned and developed cooperatively by both
orgamzdtlons Utilizing the resources of the ERIC network,
the Clearinghousc is responsible for researching the topics
and preparing the copy for publication by ACSA.

The author of this report, Sydney Thompson, was com-
missicned by the Clearinghouse as a research analyst and
writer.
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President Director
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THE: RUSH TOWARD bOMPE:fENCY-BASED
EDUCATION" ‘

Competency-based education (CBE), which promises both
a_countable and progressive education, has been receiving
widespread public and professional support. Theorists are pro-
moting CBE s a means of major school reform, local districts
are adopting it, and state legislatures and boards of education
are mandating its statewide ractice.

The tum toward CBE, beginning with Oregon in 1972,
has been phenomenal. Goor reports thatin 1976 twenty-eight

recent, identifies some eighteen states that have mandated
some form of CBE and several more states where CBE deci-
sfpns are pending. State legislative action has been so rapid
that, according to Pipho as cited in “Minimal Competency
Tests,” *‘day-to-day bulletins are needed to keep up with the
action.”

'X’he rush toward CBE adoption may seem surprising, but
it cal“{ be explained as a meeting of developiaents in educa-
tional theory and technology and public demands for change.
The public dissatisfaction with schools and requests for change
have been clear and frequently expressed in the media. Oregon
Governor Robert Straub, responding to tax levy defeats in
several Oregon districts, has captured the public mood: “There
is broad dissatisfaction herc with the product that is coming
out of tHe schools. People i re unhappy with the education
their children are getting.” Whether o1 not justified in blaming
schools, the public naturally points to declining achievement
test scores and the maiginal skill ievels, even functional illit-
eracy, of high school graduates as reasons why the schools
should return to stricter standards.

The major impetus toward CBE has not been public pres-
sure, howcvé‘r, but the work of professional educators. Theor-
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ists have developzd CBE as/a compelling fusion of several past,
instructional and managerial ideas and practices. Educaturs
find it an attractive mizns of combining the benefits of such

innovations as programimed instruction, mastery learning,
individualized instruction, training psychology. applied per-
formance testing. managemeni hy objectives, and general sys-
tems. theory.

Because of its eclecticism, CBE appeais to educators with
many different backgrounds and philosophies. It promises to

. bring accountability and make education more efficient and
\effertive It guarantees functional literacy and offers a more
practical education suitable to the adult needs of its students.
It also offers to make education more open and responsive to
&udcnts individual needs. It in cffect promises to unite both
canservative and progressive efforts and desires.

But despite its promises and widespread .upport, CBE re-
mains largely untested. Theor _ts are far ahead of practitioners
and \frequently in disagreement. Educators may wonder just

what,CBY, is and how weil it will work in practice. This paper,
on tk\c basis of the aviilable literature and interviews with
practitioners, will attempt to answer such questions. It will
look }‘ CBE in both theory and practice, first defining CBE
and discussing its implications, benefits, and problems. It
will then view some developing CBE programs and discuss CBE
implementation.
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GBE IN THEORY

CRE advocates frequently complain that CBE lacks ipon-
sistent and clear definition. Gale and Pol express concern that
éducators use the label “CBE” with such abandon that its use-
fulncss may be destroyed. Theorists thus devote considerable
energy to defining CBE, sometimes attempting to force unjt§
:with prescriptive definitions. Even though theorists often diga-
'gree over some CBE clements, and the exact relationship of
‘CBE to its parent ideas is not clear, a workable definition is

. possible.

o What It Is: A Definition

! Most theoriits define competency-based educotion as a
system for organizing and evaluating instruction. In Lasser and
Olson’s terms, it is a management process that dictates neither
teaching methods nor learring objectives, but aims at bringing
greater precision in both through systematic evaluation. Other
theorists add desired objectives and teaching strategies to their
definitions. In a sense, such theorists argue that the CBE pro-
cess demands, or at least invites, special objectives and instruc-
tion if it is to realize its potential.

CBE d'ffers from more traditional education in requiring
that students master skills or behaviors to preset standards.
Demanding demonstrated proficiency, it changes the certifi-
cation process and thus requires changes in the whole process
of education. Once the nature of the learning objectives or
outcomes changes, instruction and assessment must respond
in kind.

The essential requirement of demonstrated proficiercy

' generates a system of interdependent elements: (1) specifica-
' tion of outcomes or competencies to be kaown by students
in performance terms, (2) instruction leading to mastery of
these outcomes, (3) evaluatior. of outcome mastery, (4) certi-
fication on the basis of this mastery, and (5) program improve-
ment in response to student ai\'@vement. As Spady writes,

?
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CLE consists of the systematic linkage of competency-hased
instruction, measurement, and certification around specified
outcemes.

The Qutcomes

These elements form the basic concention of CBE, but
theorists often elaborate on these and add additional require-
ments. The nature of the outcomes, which determines the
nature of the who&'c’ system, receives considerable attention.
First, many theorists argue that the outcomes should be deter-
wained with student and ‘community involvement. Second,
many-argut that these outcomes are to differ from traditional
outcomes in more than their precise statement. As Gale and
Pol state, the desired outcomes should lye more comprehensive
than knowledge, undrrstanding, and skills. Competence, they
write, 1s tied to a position or role ay{d requires the possession |
and use of knowledge, judgment,4kills, attitudes, and values.

This concept of competence, naturally suitable to profes- |
sional and vocational education, is also applied to public edu- /
cation in the form of life-role competencies (outcomes that |
include the application of skills). Spady and Mitchell, who
argue that CBE requires ‘iifc-roic outcomes, distinguish com-
l petencies, which identify the ability to perform in adult lif.-/

\ role activities, from capacities, more discrete skills and abili/
\ ties that underlie competencics. True competencies, they cof—

\ clude, will require students to apply knowledge, basic skills,
\and problem-solving abilities within a social context. . /,'

\\nstruction ,/

2

/

Some theorists believe that CBE requires individue{lized
ixstruction if it is to enable ali students to master prcs#ribcd
outcomes. CBE can make use of modular instruction, inywhich
instruction is broken down into separate units, each ificorpo-
rating specific objectives, altcrnative learning strategies, and
mastery evaluation, as Russel! describ=s. Students usix?; modu-
lar instruction can progress through a sequence of units at
wn pace. Schalock argues for a full personalization of /
hich would mean not only flexible time and/altern- tive '

11
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learning opportunities for outcome mas.erv, but also the
chance to negodate outcomes und assessment measures.
Spady and Schalock also argue that life-rolc CBE requir=s
off-campus as well »s classroom instruction. If students are to
develop the ability to apply basic skills and capacities to adult
situations, they will need to enterand learn in the cormunity.

3

Assessment

Assessment uander CBE, as all theorists agree, will use
criter.on-referenced testing, which mecasures  performance
against an absolute standard s¢t in advance, rather than no-m-
referencec testing, which measures performance against the
performance of others. The design of the CBE evaluation pro-
cess, Schalock writes, will involve four steps. It will mean the
identification of (1) indicators used as evidence of achieve-
ment, (2) meusures used in obtaining evidence, (3) levels of
Pcrforma*uc for cach measute, and {4) procedurs for judging
performance. )

All these measurement clements will need to be divectly
linked to the identificd outcomes. Educators w' o favor life-
role outcomes also favor the use of applied perf «tmance test-
ing, which measures performance of an authentic task in actual
or simulated settings, as kvans discusses. Such testing, it is be-
lieved, will more accurately measure competence and predict
success than standard paper and pencil tests. It will also invite
incommunity asscsement.

Theorists add that CBE program cvaluation, directed
toward continual program improvement, will nescssitate both
summative data, which indicates student achievement of pro-
gram objectives, and formative data, which indicates the cifece-
tiveness of ditferent program elements. Schalock also calls for
evaluation that incorporates cost-effectiveness and long-term
cost-benefit analysis.

What it Implies

The implementation of CBE can fundamentally change
public education. In Schalock’s analysis, CRE will change the
fosus of education away from processes and materials to out-

Y i
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comes and evidence of outcome achievement. It will make
explicit what is to be achieved and what has been achieved. It

~ will also furce educators to rely heavily on data on student
performance and program effectiveness.

Since CBE assumes a systemwide approach, it will affect
all agpects of education from goal setting to program evalua-
tion. It will most notably change how a school uses objectives
and assessment and how 4t organizes learning around time.
Under CBE, objectives—traditionally left general and serving
mainly as guides for teachers—will be made spcc1ﬁc and meas-
urable and will directly determine instruction and assessment.
Life-role CBE will bring ne'w outcomes not previously ad-
dressed in traditional curricula.

Assessment will need to be more exact and based on objec-
tive standards rather than on teacher intuition ‘aad judgment.
Paper and pencil tests may not suffice for some outcomes.

outcome mastery, which either is or is not achieved, and not
relative performance.
CBE challenges the traditional organization of the curricu-
lum around courses, bringing a shift, in Spady’s terms, from
time-based to outcome-based instruction. The traditional
] course typically makes time the constant and learning the
-+ = variable, but CBE seeks the reverse, stipulating minimum out-
comes and allowing students flexible time in which to achieve
them. It also questions the effectiveness of group classroow

o instruction, favoring insterad individualized and off-campus
instruction. And finally, C5£ denies the impoitance of attend-
ance. Outcome mastery, and not twelve years of education,
will become the standard for graduation.

The Benefits

Advocates naturally claim that CBE will bring major hene-
fits to education. Many CBE benefits remain theoretical, but
some are beginning tc be substantiated. First of all, CBE will
undoubtedly guarantee some level of competence in graduates
and thus enzble schools to meet basic student needs and com-
munity demands. Competence may not be guaranteed, how-

Q .
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ever, simply by sctting firm standards and denying diplomas.
CBE aims instead to bring all students up to standards. In
practice, it is forcing schools to identify students with skill
leficiencies—students often passed along—and to provide them
timely remedial help.

CBE will also help gnarantee competence by systematically
directing instruction to desired ends. CBE should first bring
improved curriculum organization, since CBE development
requires a dis’rict to examine its goals and accordingly reor-
ganize its curriculum. One district developing a basic skills CBE
program, for instance, has found that its original curriculum
largely ignored writing. Its new curriculum should improve
writing skills simply by providing for appropriate instruction.
And second, when CBE programs organize classes around spe-
cific objectives, they wiil aiso more aptly direct teache.s’ class-

% room efforts. As Lasser and Olson write, CBE aims “to keep
¥ 4R -centFal issues central and educators at work-on them.””

The clarity CBE brings to the educational process should
prove another major benefit. By making outcomes and achieve-
ment explicit, CBE will, in Gentry’s terms, render the “nor-
mally ambiguous instructional process visible” and thus open
to analysis and continual improvement. According to Glick
and others, CBE offers the greatest “built-in potentiai for self-
correction through feedback” of any educational system. Dis-
tricts implementing CBE programs are finding that they gener-
ate enough data to provoke and guide program revision.
. Life-role CBE should make education responsive to the
adult roles and individual neets of its students. In Miller’s
view, it should enable students to find school *“‘more varied,
interesting, and practical” as it encourages new outcomes,
individualization, and incommunity learning. For Spady and
Mitchell, such progressive CBE can bring major reform. By

emphasizing goals over traditional studenc roles and bv in- - -

cluding life-role instruction and expanded learning opportuni-
ties, it can, they argue, truly “mobilize the energies and direct
the efforts of students and teachers.” Only under such a pro-
gram, they conclude, will students voluntarily adopt the de-
sired instructional @oals for themselves.
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Some educators are in practice discovering that CBE does
motivate students. Gary Robertson, English department chair-
man at Pleasant Hill High School, Oregon, told the writer in
an interview that students show more interest in class because
the explicit requirements ot CBE tell students they must learn.
He adds that the requirements hae encouraged some poor
students to raise their grades. Under the prompting of the re-
auirements, they have tried and made progress, and their prog-
ress has reinforced their efforts. Other educators believe that
explicit requirements bring only negative motivation: students
work harder not because they want to, but because they have
to.

CBE may also break down school-community barriers. It
can involve the community ii. determining new gaoals and out-
comes and send students out into the community for life-role
instruction. The end result, according to Miller, should be
education reflec ting conmnunity needs and greater community
respect for schools.

The Problems

CBE cleariy promises much. but it also invites criticism.
Some educators que tion the basic assumptions of CBE, and
many point out potential problems in CBE practice.

Philo_r»oohical Objections

. To begin with, CBE threatens the values inherent in liberal
. €dugatimn. Some question the basic goal of CBE, especially
“Tite-role CBE, which, ‘as IIuff states, is to produce competent
rather than cducated graduates. Critics argue that education
should be valued as an end in itself and that it becomes cor-
rupted when turned to practical ends. At the least, they be-
lieve CBE should not neglect purcly academic concerns in
emphasizing the pragmatic.

From a similar perspective, other theorists fear that the
reliance of CBE on behavioral science will make it narrow and
mechanistic. Some have attacked the business-industrial model
of management incorporated by CBE because it is grounded
in quantitative analysis. By definition, they argue, the process

Aruitoxt provided by Eic:
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of education cannot be likened to factory production.
Many theorists have {ocused their atiacks on the behavior-

ally stated outcomes used by CBE. Loser typically argues that
much of what is educationally valuable cannot be translated
intc measurable c)jectives. Behavioral objectives, he contin-
ues, * ‘Il only reduce impertant ideas and goals to trivialities.
CBE .vocates admit the limited ability of behavioral objec-
tives to accommodate such outcomes as sensitivity, creativity,
and the abilities to analyze and synthesize. Some, like Spady
and Lewenstein, believe that CBE outcomes can and should
include suck capacitics. Others, like Parsons, warn that CBE
programs must ave.d seeking too great specificity in outcomes,
which will limit them to behaviors of the lowest cognitive
levels.

Practical Problems

The practice of CBE involves a host of problems. CBE pre-
sents practitioners with difficulties from thc outset because it
demands considerable program change and because it is still
new and cvolving and only partially realized in practice. It re-
quires the application of educationai technolegy—including
reliable and valid assessment instruments—not yet fully per-
fected. Educators find the development of CBE progra.ns diffi-
cult and demanding of time, resources, and expertise. Further,
they have no tested program models to guide them. A fully
developed program can strain malagement capabilities be-
cause it requires financing and coordinating complex record-
keeping systems and varied a:.d individualized opportunities
for instruction and assessment. Much rescarch and develep-
ment work is still necessary for CBE to realize its potential in
practice.

Educators will also want to consider additional specific
problems raised by CBE. One problem. Spady notes, is that
CBE may level student achievement to the minimum. By
emphasizing minimum standards, CBE, L.& warns, may discour-
age high achievement and make the minimum the maximum.
If given the opportunity, stucents may chouse to leave school
as soon as they satisty the minimum iequircments. Some

ERIC 16 ;
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schools with traditionzl programs, facing declining enroll-

“ments, are already concernec that many students are choosing
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to graduate early.

" Skill deterioration. Some =ducators question the ability
of competency tests to ensure competent graduates. Martha
Harris, curriculum specialist for the Eugene School District,
Oregon, told the writer that CBE programs face two concerns
in ensuring competence: the difficulty of developing-adequate
measures and, most importantly, the problem of skill deter-
ioration. In discussing the latter, Wilson argues that students
naturally lose skills gained through remediation and, conse-
quently, tha! immediate testing will not reflect their true long-
term gains. Ia addition, students lose skills, he states, because
of lack of practice. Students proficient in skills in the ninth
grade may no longer be so at graduation.

Wilson suggests two remedies for these problems. First,
schools should require a waiting period of two or three months
after remediation before testing. And second, they should
structure their curricula to nrovide for continuous practice of
acquired skills so they are not lost.

Some schocl programs address-the problem of skill dete-
rioration. One school’s individualized math program, for in-
stance, not only tests students at the end of each unit, but
also tests .hem at thé conclusion of the'program for compre-
hensive knowledge. One elementary school district, which
> ses instructjon on the progressive mastery of skills, retests
students each fall to.measure skill retention.

High failure rate. Many educators fear that CBE standards
will deny students diplomas. Some Oregon schools, for exam-
ple, finding that a high percentage of students are failing com-
petency tests, worry that some will not meet standards by
graduation. According to Gordon Cawelti, as quoted in “Side
Effects Ignored . . . ,” competency requirements may also pre-
sent a special problem to poor and minority students. In one
recent district test. he states, some 8 percent of white students
and 56 percent of minority students failed.

But districts may happily cdiscover that appropriate instruc-
tion and remediation wiil prevent 2 serious problem. Districts

10 1 7 ¢ . ‘
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with some experience report little problem with students fail-
ing to satisfy graduation requirements. After several years of
proficiency testing, the Denver schools, Ross notes, have been
able to lower their failure rate to about 2 percent.

To lessen failure problems, districts are keeping standards
at a minimum, typically at sixth- to eighth-grade levels. “Side
Effects ignored . . . " quotcs iiazlett Wubben as warning that
schools may r~tbe able to demand more of students. Eighth-
grade skills, he siates, are the highest that all normally intelli-
gent and serious students can be exrected to satisfy.

Besides setting standards carefully and providing adequate
remediation, schools should also consider four mors nieans of
illeviating the problem of failure. First, schools can vaive indi-
vidual compctency requirements for stidents with special
needs Second. they «un allow these special students to satisfy
individualized outceines ar 1 measures. Frank Lopes, assist int
superintendent for edueatto 1in the Azu~+ Unified School Dis-
trict, California, reported that his district plans to individual-
ize competcncy requirements by setting, when appropriate,
different standard's for each student.

Third, schools can grant certificates of attendance to stu-
dents meeting attendance and credit requirements, but no: all
competency requirements. Such certificates can specify all the
requirements satisfied or the levels "af proficiency, attained.
James Fillbrandt, dircctor of instruction and research at Kern
Union High School Distiict in Bakaisfield, California, said that
his district has experienced little problem in granting certifi-
cates to the few students failing its competency requirements.
The district allows students receiving certificates to partici-
pate in graduation ceremonies without distinction, and he be-
lieves that this participation minimizes parent and student un-
happiness. Clark and Thomson encourage districts to.give cer-
tificates of competency, indicating all requirements met, to all
students, graduates or not, wh:n they fiaish school.

As one final means of resolving the problem of failure.
schools seeking a full CBE curriculum may require only a
limited set of compctencies of all students and develop ind:-
vidual programs of study for each studsnt. This option is illus-
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trated in the next chapter.

Constraints on teachers. Another problem presented by
CBE practice is its threat to teacher freedom. By directing in-
struction to specific outcomes, CBE will dictate what, but not
now, teachers teach. Some teachers are now unhappily finding
that they must devote extra attention to basic s! '!s instruc-
tion and nzglect enrichment work. Further, some ¢ iricts fear
that remediation will command considerable tcacher time.
Districts can lessen such problems if they address competency
requirements early in the curriculum and conserve more high
school time for enrichment and eiective study.

Program expense. CBE may also make education mcre ex-
pensive. As Schalock admits, program development can be
costly, and program operation will likely be higher than for
traditional programs. But CBE nay, in return, bring greater
short- and long-term henefits per unit of cost. As with so many

. aspects of CBE, thcevidence is too scanty for definive conclu-

sions. Fillbrandt states tha. lis district, swhich operates a basic
skills"program, has had to spend $2.50 t5 $3.00 extra per stu-
dent for record-keeping, assessment, and certi‘ication. The
extra expense is an unavoidable add-on cost.

As more districts develop their own CBE piogram | educa-
tors and the public niay face an unwelcome diversity of pro-
grams and graduation requireimeats. Suc:. diversity is presently
creating a probiem for transfer students. Districts re having
difficulty with evaluation of transcripts, and students ace sud-
denly confronting new sets of graduation requiremenus,

- Finally, because of the problems inherent in measuring
learning and developing CBE programs, most school disiricts
follow the suggestion of Clark and Thomson who recommend
that schools base graduation on both competency standards
and traditional course credit. The traditional credit system

- offers flexibility and managerial ease and accomimodates stu-
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dents’ individual interests. More impertantly, i also incorpo-
rates the socialization and experiential dimensions of educa-
tion, which are not readily susceptible to CBE specification and
measurement. Competency re juirements and planned experi-
ence should topether guarantee a comprekensive education.
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CBE IN PRACTICE

Although CBE raises many problems and remains un-
proved, numerous local districts and states have put into prac-

tice a variety of competcncy-based programs. Some states are,

engaging in competency-based assessment only; others are
basing. grade promotion or graduatjon on demonstrated pro-
ficiency. As Schalock states, program outcomes vary among
knowledge acquisition, basic skills mastery, and performance
in life-role activities, and program operation ranges from the
administration of a competency test to'the total organization
of tae curriculum around specified outcomes. Few state pro-
grams, it must be noted, approach a full conception of CBE
in integrating outcomes, instruction, assessment, and certifica-
tion. Competency testing alone, as Spady argues, does ne.

,,,,,,,, MIEAT CBE ccorem - = v et vt creremrane e ian e e
:

Of the eighteen states that have mandated some form of
CBE or competency testing, nine are requiring competency-
based assessment for the purposes of identifying student re-
mediation or program improvement needs. Nine others are
requiring comp=tency-based grade promoticn or graduation.
Of these, five are limiting requirements to the basic skills (Ari-
zoua, California, Fiorida, Nevada, and Vermont), three appear
to be requiring skills beyond the basics (Maryland, New York,
and Per nsylvania), and one has explicitly mandated life-role
competence (Oregon). Decisions on competency standards are
atso pending in several more states and in Congress. Two bills
before Congress would require students nationwide to pass
basic skills tests before graduating. Altogether, some forty-six
states, according to Pipho, have addressed the issue of compe-
tency standards through legislative, board, or department of
education activity.

A look at three developing CBE programs will reveal some-
thing of the nature and diversity of CBE practice. The Califor-
nia prograin, the product of legislative mandate, is representa-
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tive of most legislated progréms in limiting itself to the basic
skills. It offers a minimal CBE program. The Oregon system,
initiated by the state board of education, remains the most
ambitious state program to date. Though not fully compe-

“tency-based, it calls for- competency in broad life-role areas
new to education. California’s Fairfield-Suisun School District
program, dzveloped independently of state direction, incorpo-
rates a full competency-based curriculum of career area ma-
jors. The California plan is essentially an attempt to ensure stu-
deat proficiency with as little curricular change as possible,’
while the Oregon and Fairfield-Suisun plans are radical at-
tempts to transform public education.

California’s Basic Skills Program

New California legislation, enacted in 1976 and 1977, re-
quires districts to adopt elementary and secondary proficiency
standards in the basic skills of reading, writing, and computa-
tion. The state will provide technical assistange materials, but
cach district, with the involvemert of its cBmmUﬁity;'wm'
develop its own proficiency program

Since California has many separace elementary and second-
ary districts, the K-12 program requires two directives. Dis-
tricts main taining junior or senior high schouis will adopt high
school graduatior standards Ly June 1978, and districts main-
taining elementary or junior high schools will adopt standards

. for grades six or eight by June 1979. Elementary and second-
ary districts will coordinate their proficiency standards. The
standards will apply only to gradu.uon and not govern grade
'promotion. After June 1980, all high school graduatcs must
satlsfv them.

The new program is clcarly a reaction to perceived school
failings. The author of the 1976 law creating the standards is
a former tcaghcr, Gary Hart, who became distressed at finding
too mény functionally illiterate students passed along to gradu-
ation. The 1977 law similarly protests the “seat time” gradu-
ati»n requirements that allow for incompetent graduates. But
the new legisledon, as Hart stresses, brings more than just
standards and testing to ensure ba51c skills competence: it in-

1
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corporates processes for identifying, teaching, and counseling
students having problci’ns meeting the ngw standards.

Under the new leéislation, California schools will assess
student progress toward the standards at least once during
grades four:through six,‘!oncc during grades seven through nine,
and twice during gradés ten through eleven. Secondary dis-
tricts will begin asscssripcnt during the 1978-79 school year,
and elementary district$ will begin the following year. Upon
ldenu?ymg skill- def{cneﬂt students, schools will hold confer-
encgs with the students and their parents and will provide
additional instruction and numerous asse @ment opportunities.
Districts have the-option of adopting differential standards
and assessment procedures for students with diagnosed learn-
ing disabilitics. The law concen‘rates on the assessment pro-
cess and forces no major changes in schools’ standard curricula.

-Schools; may want to make cufricular chél’lges on the basis of
their assessment results, o :

The néw legislation also includes a provision not directly

o }élated to the proficiency standards, but in line with CBE

theory’s emphasis on individualization. With parent and stu-
dent involvement, districts are to adopt alternative means for
students to complete required credits. Such means can include
practical demonstration of skills, off-campus experience, and
independent study.

The new emphasis on basic skills could potentlally encour-
age districts to plac- "™ utions on their curricula. Hart, how-
ever, warns schools against retrenchment. “Competency-based
instruction,” he states, “should not be implemented at the ex-
pense of flexibility, of creativity, and of innovation. Basic
skills are most effectively taught when integrated throughout
the entire curriculum.” ]

" Districts are beginning to develop and implement the new
standards. Program success will undoubtedly depend on the
process of implementation. To prevent student confusion over
double sets of requirements, eldmentary and secondary districts
need to cooperate closely in articulating their standards. The
state will distribute a technical assistance guide and sample
assessment items and hold folllowup workshops for districts.

o
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Oregan’s Life-Role-Program

The Oregon CBE mandate, initiating the first statewide
CBE program, came in the form of new graduation require-
ments adopted by the state board of education in 1972. The

rcqunrcmcnts were subsequently integrated into new, broader
minimum standards for| schools, adopted in 1974 and revised
in 1976. Tne dcvclopm%nt of the requirements, which began
in 1969, included a survey of educators, students, dropouts,
and the general public t’grat revealed widespread dissatisfaction
with public education. The public felt that the diploma had
lost its credibility and’ that schools failed to prepare students
to functi>n as adults in g complex society. The new life-role
program seeks to satisfy these concerns by ensuring minimuin
competence and by directly addressing students’ adult needs.

Life-Role Competencies
. The state originally intended to mandate specific skills for

~ district programs, but instead decided to give districts consid-

erable program freedom and to identify only broad skill areas.
The new state goals require that districts prepare students to
function effectively in six life roles, those of the individual,
learner, producer, citizen, consumer, and family member. Stu-
dents will achieve such competence by meeting requirements
of attendance and credit—including new credits in consumer
and career education—and outcome mastary in ten skill areas.
In fulfilling the skill areas, set forth in the Oregon Department
of Education’s Elementary-Secondary Guide for Oregon
Schools, Part I, students will demonstrate lucally determined
competencies necessary to

(1) Read, write, speak, and listen

(2) Analyze

(3) Compute

{(4) Use basic scientific and technologlcal processes

(5) Develop and maintain a healthy mind and body

“ (6) Be an informed citizen in the community, state, and naiion

i

L

(7) Be an informed citizen in interaction with the environment
(8) Be an informed citizen on streets and highways
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l‘g(9) Be an informed c"\omumer of goods and services

(iO) Function within an occupation or continue education
! leading toa cueei\

he\‘ class of 1978 orlginally was to sat&fy all competen-
n§lcr the newstand rds however, the 1978 class is meet-
lqnguage analysis, computation competencies, and
s f 1981 will be the first to satisfy all.

w competcncnes ﬁrst vmwed as mlmmum survival-

terms jof * ;tudcnt performance representing demonstrable
‘blhty to apply knowledgkr u-xderstandmg, and/or skills

" whole numbers md to locate th toplc sentence of a paragraph.

_ If changell to appllcd terms, he icontinues, such compctcncws.
could require the ‘abilities to ba{mw a checkbook account of
ten withdtawals and three depotits and to read an apartment
rental con{ract and spccify the terms to which lessor and les-
sce agree. \ !

The Orggon’system also requires that districts develop in-
dlCdtOl’S of| performdnce or assessment guidelines for each
competency, Districts un usc thip double-layered statement
of outcoch to keep competencies few and broad in scope and
identify speg¢ific tasks in \{w indi¢ators. Under this require-
ment, the corhpetency, “Students cdn apply basic reading skills
to obtain infdrmation from reference materials,” could receive

\ _verification through performance jndicators similar to the
following: (1)\Students will usc a dictipnary to find the correct
meaning, spelling, pronunciation, and use of ten words se-
lected from a hewspaper; (2) students will use a library card
catalog to find information of use-in three assigned areas; and

(3) students wil read a newspaper article of about 200 words

and answer correctly four of five factual recall questions

Q- v 17
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(sample inéicator adapted from the Oregon Department of
Educanon Grgduation Requirements Guidelines, Revised).
Oregon’s-tise of applied outccmes, which is followed by
som;/b'ﬁ%::illls programs, receives “orae research as well as

nceptyal support. A recent National Assessment of Educa-
tional P/x‘ogrcss study, for instance, shows that just because a
studenl{'posscsscs a skill does not guarantee that he or she has
the ability tc apply it. Don Phillips, cited in “Taking a Hard
Look,” discusses the study’s findings, “Seventeen-year-olds
can réad, write, and compute in weil structured situations, but
they have difficulty applying their knowlcdge to new situa-
tions.” They do poorly, he continucs, ‘on problems that re-
quire more than one step.” The insistence on apphcatlon,
then, should help to guarantee adult competence.

The full import of Oregon’s life-role competencies appears
most notably in the competencies that address issues of social
responsibility in a practical manner. The competencies devel-
oped hy Schialock and others illustrate Oregon’s responsive-
ness to adult life needs. The colipetencies include the abilities
to describe personal values in relation ta dominant community
values, to identify major COmmunity"\‘needs and determi.e
ways to meet them, to cope with everygay stvesses and prob-
lems, and to find work. For one compétency (the ability to
function as a wise and responsible consumer) Schalock and
others identify four indicators that require the abilities to (1)
make price and quality comparisons for goods and services;
(2) use knowledgeable people, published resources, and con-
sumer agencies in comparative shopping; (3) exercise available
means to obtain refunds or substjtutions for goods and ser-
vices that are faulty or fail to meet,advertising claims; and {4)
exercise consumer protection laws against fraudulent busi-
nesses. Students are ideally to satisfy these indicators through
reports recounting first-hand experience and application of
knowledge. By placing students in the community to learn and-
apply skills, these life-role competenc1es bring both a new kmd
of learning and new experience to education. f

But because they e.1body new ideas, Oregon’s life-role
competencies also oper. themselves to problems. The compe-
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tencics developed by Schalock and others, for instance, can

in practice raise value conflicts in their exploration of business

} practices and community and personal values. Some districts

% have written affective and value-laden competencies that re-

| gnire a positive attitude at work, good sportsmanship, and

i good grooming. Some theorists, like Spady, maintain that

E schools should openly make attitudes and values a part of

desired outcomes. But many educators question the wisdom

of holding students accountable for attitudes and values that

are desirable, but not essential, and that invite assessment

problems. One district has exphutly excluded values from its
competencies.

The competencies, the major addition to Oregon’s gradnﬂ-
tion requirements, form only part of a comprehensive Ce.r
program. Oregon districts are now designing instruction (at
both elementary and secondary levels), assessment, and rti-
fication around the new competencies. ‘ '

The CBE program in addition receives a broad systems:
framéwork in Oregon’s new goal-based planning system. T6
ensure vngoing program improvement, the new planning sys-
tera requires school districts to engage in four processes: (1)
goal setting—at district, program, and co rse levels—with com-
munity involvement, (2) assessment ot both gréup and indi-
vidual achievement of the goals, (3) identification of program
and individual needs, and (4) improvement, in both instruc-
tional and support programs, to satisfy identified needs. The
new system shifts emphasis from resources te outcomes and

_their identification, instiuction, and assessment.

L

Program Flexibility ;

The Oregon plan also encourages the personalization of
education favored by progressive theorists. It requires districts |
to individualize instruction by adopting procedures for identi- -
fying individual learning strengths and weaknessesand by pro- .
viding learning opportunities appropriate to identified needs.
Districts must also determine and report student progress
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toward graduation requirements. They must in addition de-
velop guidance programs responsive to individual needs and
Eéw;mh
e - The new credit requirements allow districts and students
g:ener flexibility because they change traditional subject
units to “required areas of study.” Under these requirements,
(districts are free to experimeni with new course offerings, and
students can choose from a variety of courses and apply por-
tions of courses to meet requir<d crex.its.
The state also encourages flexibility in attendance require-
-ments, permitting early and detayed graduation, credit by ex-
amination, and credit for off-campus experience. Most districts
have mcved slowly in developing credit and att dance up-
tions, but one district now enables students to satisfy six of
the required twenty-one credits through off-campus exreri-
_ence. Another enables students to negotiate individual pians
— - ... for fulfilling credii requirements.

e And finally, the state allows districts to vary their assess-
- ment procedures. Districts can alter indicators of performance,
£ . grant competency waivers for students with unique needs and

\_abilities, and also grant certificates of attendance to students
not fulfilling all competency requirements.

g

A Preliminary Evaluation

The Oregon program, an attempt to fundamentally reform
a state system along CBE principies, has receive¢ much pub-
licity and provided something of a model for progressive CBE
, theorists. Now, after five years of local district program devel-
opment, educators await word of its success in practice. A fuill
t evaluation of Oregon’s life-role CBE will naturally take some
| years and depend on the adult experience of its graduates. The _
available, if fragmentary, information reveals that the new sys-
tem has brought mixed results—m y problcms, but some
genuine success. District programs presently vary wxdel)X
terms of naturf:, progress, acceptance, and success. N
Districts initially developed competericy lists ranging in
umber from less than 20 to almost 400. Ry districts iden-!

fymg large numbers of competencies have fund it necessary |
o R
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to revise their lists. Some districts have made-major effortsto —-—
redesign their cutricula, while others have tried to minimize _
change, some to the extent of: circumventing the new require-
ments. Some districts are favoring inclass teacher assessment;
. others are emphasizing districtwide tests. Many districts have
- been experiencing difficulties in meeting state deadlines, nd
some are not certifying competencies on schedule. Others,
: ahead of schedule, are requiring the class of 1978 to meet‘all
- or a major portion of the competencies.

| Practitioner perception and acceptance of the new system
also vary. Some see only problems and hope the requirements
will be dropped. Some, including program opponents, do not
really understanc the new system. Others beiieve that it is
truly improving the quality cof education. In some instances,.
as Miller writes, initial resistance has changed to support once
the system has pegun to show practical benefits.

Such variance is the inevitable result of leaving program
choice and development to local districts, a plan demanded
by local districts themselves. But despite such variance, one
conclusion is clear, as Lee Hall, teacher representative on the
Oregon Board of Education, noted in an interview: program
success to date has depended on the process of implementa-
tion. Poorly mdnaged developinent, as Hall stresses, has
brought disaster, while well-managed development has brought *
at least te itative success.

~

Fairfield-Suisun’s Career Major Program

The Fairfield-Suisun Unified School District, California, is
implementing a full competency-based curriculun. .hat com-
prises both a commcn core of required s!-ills and competency-
based majors. The moderate-sized district of two regular and
two continuation high schools has been developing its program
for five years, after its board approved a teacher-initiated plan.
Community and student committees have joined ‘11 the de-
velopment work. The new competency requirements become
effective with the class of 1979. .

Lee Brown, the district’s graduation requiremeats preject
director, and Tom Giugni, the superintendent, stated in inter-
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views that all students must satisfy a common core of thirty-
seven skills—each subdivided into two or three competencies
—in language, mathematics, science, citizenship, and career
education. Beyond this, students must master up to 100 skills
in a major, defined not in terms of traditional subject matter,
but in terms of career areas. The district offers for major
st' 1y such program areas as public service, communications
media, industrial arts, and agriculture. Students can choose a
general program major or can specialize within a program area.
They can, for example, choose the broad fields of industrial
arts or agriculture or the particular majors of metals or orna-
mental horticulture.

The district still maintains traditional academic courses,
but students must take them as part of, or in additior *J, their
career majors. It also continues a university preparatory major
that it intends to keep small. Students can, it they choose,
still graduate under the old credit system, but under the new
program they no longer have to fulfill zny credits beyond
those required by the state.

The district is redesigningits curriculum to fit the new out-
comes. Schools are assigning skills to specific courses and
places, such as skill centers, and building new core courses
for the core skills. The district is also coordinating its elemen-
tary and intermediate curricula with its graduation require-
ments. It expects that in the future students will be satisfying
half of their minimum core skills before entering high school.
As it proceeds with development, the district plans to offer
incommunity experience and a variety of learning options for
each skill. Teachers are assessing students in class or in skill
centers. )

The district has sought to develop school-community ties.
From start, it has consulted business and professional
people on program requirements and now has formally estab-
lished industry-education, public service, and vocational coun-
cils for ongoing consultation, as Haugen, Dillman and Brown
state. The councils have promoted both suitable career pre-
grams and closer school-employer contact. Through the aid of
the industry-education council, for instance, the school in-
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volved a local bank in career education instruction. Students
filled out the bank’s job applicacion forms, and the bank cri-
tiqued them for *he school. The district is presently inviting
community or,_..izations such as 4-H and the Scouts to coor-
dinate their programs with its curriculum and provide off-
campus instruction.

Although the class of 1979 has presenuy satisiied most of
.. . the common core, the new program is still tentative, and the
district lacks information on its effectiveness. To date, imple-
mentation has brought many difficulties and much debate,
but as Brown states, the frustration level has been reasonable.
The Fairfield-Svisun program bears watching, because its
plan, of all CBE models, appears to offer the best means of
achieving a fully competency-based curriculum. Programs that
require a uniform set of competencies of all students or simply
translate a traditional curriculum into performance objectives
find that they must keep outcome levels to a minimum or else
face serious failure problems. Becaus. Fairficld-Suisun offers
a variety of program. responsive to individual abilities and
goals, it can require achicvement beyond the minimum. Its
program aiso enables schools to individualize CBE with some
structure, providing students ample choice within the frame-
work of required minimum skills and defined career areas. In
its effort to achieve competence bcyond the minimum, indi-
vidualized programs of study, and u)mmumty invclvement,
the district’s plan addresses the ideals of progressive CBE
theorists and practitioners. Although the Fairfield-Suisun
plan may not guarantce better education than other CBE pro-
gram models and, indeed, emphasizes the pragmatic over the
academic, it carries the means to rea'ize the full potential of
CBE.

L~
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CBE IMPLEMENTATION

As competency-based education grows in popularity, it is
inevitable that educators in increasing numbers of school dis-
tricts may wish, or be forced, to adopt some form of CBE.
Since the process of implementation is so crucial to program
success, this chapter considers problems new CBE districts
will encounter and offers what recommendations are now pos-
sible. ‘
Educators tumning to CBE will naturally need to consider
general guidelines appropriate to any major innovaticn. They
will also face concerns peculiar to CBE. As John Packard, re-
search associate for the Center for Educational Policy ard
Management at the University of Oregon, told the writer, edu-
cators will encounter four major developmental problems in
sequence: identification of outcomes, assignment of responsi-
bility for outcome instruction, determination of assessment
procedures, and developmc i¢ ot record-keeping procedures.

Laying a Foundation

The process of successful innovation may remain some-
thing of a mystery, but some general commonsense guidelines
are available for practitioners. As Hall ard Jones argue, edu-
cators should from the start base their management on contin-
gency planning and set provisions in advance for making future
decisions. Then. when sudden problems present themselves,
they can rely on ready-made procedures rather than on reac-
tive decision-making. Educators should also, as Hall and Jones
add, provide clear order to the development process by assign-
ing specific tasks with specific deadlines.

In addition, innovators need to cultivate staff acceptance
and ownership of the new system. Management should avoid
bluntly dictating change and instead, as Lasser and Olson em-
phasize, seek to plan cooperatively with staff. Some way must
be found to enable the staff to participate in decision-making.
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Management will also promote staff acceptance if it arranges
for released time or pays for development efforts. Finally, i.
must communicate clearly so everyone understands the nature
of the innovation and his or her role in its development.

The implementation of CBE, since it affects the whole edu-
cational process, will normally require several years and likely
necessitate agradual phasing-in of program elements. The time
required depends of course on the nature of tiie new program.
Educators will undoubtedly choose a CBE program because
of its perceived benefits and not primarily because of its ease
of implementation. They should, however, consider the recom-
mendation of several educators who have already tied it: be-
gin small and add later. While some districts have successfully
implemented large-scale programs, others have had difficulty
putting into effect’even moueratc-sized programs, discovering
midway through implementation that they have attempted
too much. Districts may want to <tart with a basic skills, or
even a single skill, program, and then as they gein expertise,
move on to a life-role or full curriculum program.

Districts can avoid the risk involved in massive change by
beginning and working with models of excellence. As Cora
Schultz, coordinator of the Research and Development Labo-
ratory in the Newport-Mesa Unified School District, California,
told the writer in a telephone interview, districts can imple-
ment a model program with a small group of advocates and
thus avoid having to force change on unwilling staff. Once it
succeeds, as it most likely will with supportive staff, districts
can promote it to others on the basis of its results. The New-
port-Mesa district, for instance, implemented a new assessment
program in just a fev “olunteer schools and then expanded a
tested program to the remaining schools. Models of excellence
can cven work within the strictures of a district or state man-
date. Even if all schools must meet minimum standards, indi-
vidual schools can test more comprehensive programs.

Identifying Outcomes

The most important task of CBE development is the iden-
tification of outcomes, since the new outcomes will shape the
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entire program. The task brings both philosophical and practi-
cal problems. According to Hathaway, educators can develop
new CBE outcomes in any of three basic ways: (1) analysis of
outcomes inherenc in the present program, (2) analysis of tasks
to be performed by students after graduation, and (3) consen-
sus of the school and community over educational goals.

The simple translation of the existing program into spe-
cific competencies might prove the easiest approach, but it
offers the least chance for meaningful change. Most CBE theo-
rists favor a combination of the latter two approaches. The
second would seem the most likely to ensure cducation appro-
priate to adult nceds. But lacking empirical data on adult life
tasks and needs, districts will have to proceed by professional
and community insight and intuition. They will certainly want
to use established competency lists or the levels of standardized
tests as guides. )

The experience of some Oregon districts may serve as a
guide and a warning to others. Oregon educators, as Hall told
the writer, have encountered great difficulty in translating an
abstract concept of life-role competence into concrete Lompe-
tencies. From the outset, they have faced confusion over the
meaning of survival- and functional-level skills. For some, the
identification process was painful, as it brought philosophical
and political arguments over the natuie of desired and essen-
tial outcomes. Task force members, lacking a common and
clear conception of the desired outcomes, operated on private
and conflicting conceptions, some favoring college prepara-
tory skills, others very minimal skills. Some outcome-setting
committees, uncertain in aim, kept accepting suggested out-
comes withoutrigorously evaluating their suitability. Clarence
Merghon, graduation requirements project director for the
Parkrose School District, told the writer that his district
avoided confusion over survival-level skills by defining the de-
sired outcomes as the mmimum acceptable skills to be expected
of high school graduates.

. One district entered the identification process with enthu-

_stasm oniy to encounter pain and frustration as a result of

serious tactical errors. Its task force found that the absence of
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clearly defined district goals and misunderstanding of the state
mandate added to its confusion over the nature of the desired
outcomes. The competency committee, lacking the guidance
of newly thought-out goals, wrote both inessential and too
many competencies, as it incorporated all the traditional
course content that its members thought important. The divi-
sion of the committee into subcommittees for each curricu-
lum area also contributed to the overabundance. The subcom-
mittee members, naturally enthused and apparentiy believing
they needed to justify survival of their programs and courses
through competencies, lost perspective and acted as advocates
for their own subject areas.

In the end, the district,_ﬁlic\imany others, created a serious
management problem by writing too many competencies.
Finding the implementation of over 200 new outcomes un-
manageable, the district later revised its competency list down
to thirty. The drastic cut has brought more problems. Program
advocates have lost interest, and opponents have hardened
their opposition. Students and teachers, suddenly finding re-
quirements transformed, are confused.

. Another district has suffered an even more damaging re-
vision. An admmlstrdtlvc committee, without teacher partici-
pation and with greater concern for management ease than for
educational value, cut tompetencies to one-fourth their origi-
nal number. The arbitrary cut has nullified the original effort,
alienated staff, and brought general confusion and cynicism.

Some zompetency revision, it should be-added, has.been
necessary for most Oregon districts. Upon conceptual and
goal clarification, districts have cut inessential and redundant
competencies, combined vety specific ones, and reordered
them to achicve better elementary and sccondary articulation.
Revision has also taken place following instruction and test-
ing, as districts have found some competencies too easy, diffi-
cult, or vague and thus demanding of change. For many dis-
tricts, outcome revision has been ongoing and healthy.

Organizing a Task Force

Considering the difficulties and effort involv.ed, a district
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developing a full GRE program will need to turn to a task
force, as Acheson suggests. A committee, if repiesentative of
district staff, will ensure a breadth of .deas and expertise and
help develop staff commitment and ownership. The committee
should include district office staff and teachers from all cur-
riculum areas and grades, in the opinion of Bert Simmons,
principal of North Eugene High School, Oregon. Tom Houston,
director of secondary curriculum for the Springfield School
District, Oregon, told the writer he believes the committee
should also include building level administrators. Consultants
from 'experienced districts, the state. or universities could
prove helpful. -

At the outset, the CBE task force will need to achieve
conceptual clarity. Ideally, it should ground its outcome de-
velopment in a critical examination of the present goals and
curriculum and a search for a more meaningful education. New
educational goals should help the committee determine what
kind of outcomes it truly wants. And further, a clear idea of

outcomes will ease subsequent development and prevent the

problems encountered by some’ Oregon districts. Oregon’s
Pleasant Hill School District, as Lorin Miller, its former high
school principal, told the wriier, successfully initiated its out-
come development through an exgiorition of new curriculum
directions with staff, students, and the public. In seeking to
define survival skills, the district also consulted workers in the
community. It questioned grocery store workers, for inctance,
on wiat math skills adults needea for shopping.

As the task force reaches consensus over the nature of the
outromes, it will want to begin organizing outcome ideas under
general headings, according to Acheson. Some headir gs will
certainly follow traditional subject matter headings, but
others, such as analysis or problem-solving, will likely cross
traditional houndaries. After such organization, the commit-
tee can speed up the identification process by dividing into
subcommittees for cach competency area. But to help the sub-
committees maintain a proper perspective and avoid subject
matter advocacy, the committee should assign some members
of different disciplines to each subcommit.ee.
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The larger committee should conside: setting some limit
on the number of competencies it writes. A task force identi-
fymg only basic skills competencies may not need to worry
about numbers, though one district is finding its fifty-seven
new basic-skills outcomes 4 management problem. A commit-
tee seeking a comprehensive list should surely worry about
overextending itself. As Miller told the writer, 80-120 compe-
tencies may be ideal for a life-role curriculum, since they can
provide sufficient breadth without causing serious manage-
ment problems. A committee may wish to give free rein to its
subcommittees and then revise and reduce its list as necessary
before final approval.

Committees will need to develop assessment guidelines for
each outcome. Committees afraid of too many outcomes and
record-keeping problems can keeg outcomes broad and de-
velop several indicators for each to ensure adequate  assess-
ment. Lopes suggested that committees wait in identifying
indicators, since fear of assessment problems may hurt out-
come creativity. And Simmons recommended that committess
field test outcomes and indicators ona cross-section of people
before finally approving them. Fiilbrandt and Merz report
that the Kemn district tested the performance levels of com-
munity people to determine the cut-off scores and validity
of its new reading and mathematics proficiency tests. The dis-
trict tested what it considered successfully functioning gradu-
ates, persons employed in entry-level jobs that required only
a high school cducation. The district study answered staff
deubts over the new standards, the anthors conclude. -

Acheson makes seve U additional suggestions for a de-
velopment committee. Group leadership, he notes, should
demonstrate procedures that will direct members’ efforts and
kcep them working at a practical level. Committee members
will wani to see their efforts produce some tangible results.

To encoarage crivicism and new idcas, the subcommittees,
he adds, should frequently share their work. They will also
want to compare their work with ouicomes developed oy other
districts, but they should first. develop some of their own be-
fore consulting ready-nade lists.
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Acheson also provides a helpful method for writing compe-

tencies. Beginning with a proposed idea, each committee

member should dcvclop/a working statement of the compe-
tency. The committee should then pool the different efforts
and seck agrpCmcnt/: a single clear statement that synthe-
sizes all versions. Only after it determines the wording of the
competency shoyld it decide to accept, change, or reject it.
The group sho id find, he argues, that clearly worded and
commonly unerstood statements will ease decision-making.

At some point, a task force should involve community
members in its development effort, both to satisfy public
wishes and to gain an added perspective. Many districts have
simply consulted standing citizens advisory committees, but
others have sought extensive school-community dialogues, in-
viting community participation through newspaper ads and
town miectings. Oregon’s Beaverton Schoo! District, for in-
stance, collected over 15,000 statements by inviting commu-
nity members to small meetings in the schools for discussion

. of desired graduation skllls and knowledge. Dick Olson, co-

ordinator of student services for the district told the writer
that district staff also visited local community groups for dis-
cussion and had members rank order a list of tentative goals.
The district also surveyed its staff and sampled public views
through a research group.

A district should involve the community along the way
and not ask it toreview a finished product. One district caused
ill feelings by waiting until it had dexeloped a full list of goals

- before involving its community committee. It also found the

cémmittee more interested in how, rather than in what, its
teachers taught. Brad Templeman, principal of Sheldon High
School, Eugene, Oregon, warns that community involvement
may begin painfully as the public vents long-standing frustra-
tions, but itshould end inpositive cooperation and community
commitment to the schools. CBE is particularly open to com-
munity involvement in both development and operation.

Promoting Staff Morale
A major innovation like CBE, which requires considerable

'
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development and affects staff roles, demands special atten-
tion to staff morale. Administrators will likely encounter one
morale problem at the start—téacher fear that the CBE assess-
ment process will be used for teacher evaluation. Administra-
tors will need o allay this fear to gain statf confidence.

As theorists argue, districts should use all opportunities
to encourage exchange of ideas and staff participation during
CBE development. Project leaders can circulate position papers
to all staff to open communication and invite response. Hall
and Jones suggest that each time committee members tenta-
tively complete a task, they distribute proposals to other staff
to request criticism and changes. The Azusa district, Lopes
stated, aidéd communication by releasing one teacher from
each school half-days during development to serve as staff and
student liaison workers. The teachers were able to discuss
program development frezly with other staff and students,
casing fears and sharing ideas.

Communication is importantnot only in encouraging staff
involvement, but also in simply preventing misunderstandirg.
In some Oregon districts, teachers are resisting the new pro-
gram partly because they do notunderstand it. Lacking a clear
sense of program purpose, teachers may too easily resent every
minor inconvenience.

Districts should also give teachers pay or released time for
development work to promote both murale and better work.
Lopes reported that the Azusa district arrznged for some 200
substitute days to relcase teachers for committee work over
extended periods. The expense has been justified,.he believes,
because the teachers, responding to the district commitment
and able to work without frequent interruptions, were con-
tented and especially productive. Not all districts will be able
to afford so much, but as Lopes argued, districts should make
some financial commitment. Even $3,000 in substitute time,
will show teachers that the district is seriously committed.

Assigning Instructional Responsibility

Once outcomes have been identified, district committees
need to assign responsibility for their instruction. The assign-
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ment process may reshape the curriculum as new outcomes
suggest new courses and learning opportunities. A new basic
skills program is leading one district to consiu - dividing its
English department into communication skills and literature
departments. Oregon schools, besides implementing new
courses in consumer and career education, are reworking tradi-
tional courses in ull departments.

Districts should assign primary respor - ibility for the out-
come$ to specific courses and optimally redesign courses
around them. As Packard told the writér, some Oregon dis-
tricts, perhaps responding to teacher anxiety over evaluation,
have assigned responsibility as diffusely as possible. By assign-
ing outcomes to departments rather than specific courses, or
even leaving students primarily responsible for their -achieve-
ment, such gjptricts have effectively divorced instruction from
the outcomes and continued on as before. As a result, stu- _
dents may not receive mstruction truly responsive to the re-
quirements they must satisfy, and teachers will lose the feed-
back benefits of CBE.

When schools design courses around competencies, they
should consider limiting the competencies to four per nine-
week course, in Miller's viewpoint. Under such an arrange-
ment, the teacher will have time to give-extra attention to
both high- and low-achieving students as he or sie certifies
competencies throughout the course.

Districts may want to assign the same competencies to
different courses to give students greater choice in planning.
But Miller warns against scattering competencies indiscrimi-
nately throughout the curriculum and thus creating manage-
ment and scheduling problems. ) -

Since many students will not satisfy the competencies at
the first try, schools will need to provide secondary opportu-
nities. Some students will take advangage of different courses
carrying the same outcomes, but a good portion will require
some remedial instruction. CBE schools care use a variety of
remediation procedures. They can, of course, levelop special
remedial classes. One district, for instance, has initiated a
“Last Chance’ English course that covers all its language con{-‘
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petencies. Its l:igh school automatically assigns students not

satisfying the competencies in regular ninth- and tenth-grade

classes to the course, which provides individualized in<imc-

. tion, ‘until they satisfy all competencies. Some schools assign

students to resource centers for individual attention, and many

are developing modular sequences for independent study. One

. district asks all students failingcompetency tests to work out

individual programs with their teachers. In general, schocls

should provide some formal remedial structure so they do

not plage too much responsioility on students already experi-
encing diffaculties.

Some high schools, finding that many students age t?iling
basic skills competencies, complain that remediation wil' over-
burden them. But by beginning competency instruction and
certification®in elementary and junior high schools, districts

. can limit remediation problems and expect students to satisfy
a good portion of their basic skills before high school. Robert-
son reported that since his district adjusted its seventh- and
eighth-grade curriculum, incoming freshmen need less work
on basics. Some students, he adds, are now challenging the
regular freshman English clzss.

5 - <
betermmmg Assessment Procedures

As they assign instructional responsibility, districts need
to devise procedures for outcome assessment. Resides facing
problems in developing adequate criterion-rcferenced meas-
ures, they must decide whether to use districtwide tests, in-
class teacher evaluation, or some combination of the two. The
first approach promises greater objectivity, but it requires
much development work, does not suit many life-role out-
comes, and encourages a dissociation between instruction and
assessment.

Inclass teacher €valuation clearly offers the greater bene-
fits. ‘It guarantees a close tie ainong outcoines, instruction, and
assessment, and better enables teachers to evaluate the effec-
tiveness of their instruction. It also is less cold and mechanis-
tic than standardized testing. The personal contact betwecn

X teacher and student should help ieachers identify student prob-
<
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lems and arrange appropriate remediation.”

One district, having chosen to Limit its use of teacher
evaluation as much as possible, explains that subjective teacher
judgment will invalidate CBE assessment. Some district adu-

- cators have complained that teachers are too harsh in judging
o

\S'rua%rwhilc others have claimed they are too lenient. But
) }hc use o Tno.tc\ci(plicit indicators, gt:catct_,staff 'u.ndcrstand-
ing of the new program, and appropriate supervision shou'q
help elimidate such judgment prebjems. Lopes suggested that
boards of two or more teachers assess s ts when teacher
judgment will likely be at issue. \\\
Districts neer! to besin assessment, as well as instruction,
carly in the curricuiu.a  » avoid management problems and
censure timely detection 1d remediation of student problems.
One district unfortunately waited to assess students’ mastery
of sixth-grade skills until the end of their junior year, and
now it discovers that about one-qu ter of the students need
remediation. Nther districts are hat " ig success t.sting students
for graduation outcomes as early 25 the sixth grade. In addi-
tion to early assessment, districts need to provide multiple
assessment opportunities, spaced over the curridulum, so that
all students enjoy the fullest opportunity to achjeve standards.

Developing a Record-Keeping System

- The final maojor concern of CBE implementation is the
! development of a workable record-keeping system. Bzcause it
is so data-dependent, CBE requires extrarecord-keeping effort,
a cause of many educators’ complaints. Sume CBE districts
‘have experienced serious record-keeping - roblems. One dis-
trict cannot trust its computer system because it prints out
unreliable and contradictory reports. Another states that its
system has broken down and tha: staff have no way of know-
ing how many competencies students have completed. But
CBE does not nccessarily mean record keeping problems,
especially for districts with limited and carefully assigned
competencies. Some districts with over 100 competencies have
experienced no major problems.

Districts assessing st..dents through a single proficiency
O
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test should face only minimal management and record-keeping
problems. Districts designing courses around outcomes and
using inclass evaluation can choose between two repo:ting
systems. They can cither keep outcome certification and
course grades separate, an approach most Oregon districts
follow, or unite the two by making course completion depen-
dent on outcome achievernent, as CBE theory suggests.

One district, following the first approach and using the
C:egon Total Information Se:vice computer system, is happy
with its system. To certify students, teachers simply record
arhievement of numbered indicators in their grade books and,
—at " ¢ end of the course, mark off numbered competencies

on .omputer grade sheets. The system generates both indi-
vidual student reports *".at. list all competencies completed,
missed, and not yet attempted and comprehensive reports that
similarly identify the competer yachievemen: af all students,
grade by grade. - {

A district followiug the second apprcach, but without
benefit of a computer, also reports re<o:d-keepiag spcces
Since the dis: "ict has carefully assigned competerri‘c%' to it.
classes and equatcs a course pass with competency’ achieve-
ment, teachers can informally record indicator and compe-
tency orogress on their own and indicate completion of com-
peiencies solely through course grades. To prevent studenis
fram haviny to repeat courses for a single missed competency,

" the district empowers teachers {o give exter ' *d incompletes
and make individual arrangementsfor completion.

Though not essential, a ccmputer system is desirable,

f ) mary educators state. But since computer systems have pre-
- sented some difficuities, districts should consider the =2com-

_mendations of two Oregon educators. To help schools limit
k the co..sequences of system failure, Hall suggests they main-
tain a central file for manual recording of student progress.
" Houston adds that districts should cautiously implement a
data processing system and first work out its problems on a
smal! segment of the curriculum.

. < Cther Things to Db
o  Districts will of course face additional concerns in CRE
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implementation. Some, such as public information and staff
development,.are especially important, while others are rela-
tively minor but still deserve attention.

Public Relations

F iblic information, as the complement to community in-
vcivement, demands special attention because CBE can greatly
change a district program and its graduation requirements.
The Beaverton district’s effort illustrates some public informa-
tion practices and issues. The “district widely publicized its
new goals througn reports to the board, media coverage, school
newsletters, posters, and presentations to community groups.

To publicize its new competencies, the district focused its
effort on parents and made use of board reports, newsletters,
letters to parents, and public meetings in ihe schools. As Dick
Olson and Nancy Ryles, board chairman for the distrjct, told
the writer in scparate telephone interviews, the district chose
to present its competencies as a comprchcnslvc set, since indi-
vidual ones, when questioned in isolation, might not always
appear essential to graduation. The districi needed to ease
parent nervousness over the new requ.. ments, particularly
fears that inconsistent assessment of subjective competencies
might unfairly keep students from wraduating. The district
also needed to explain the reason fur the competencies. It
found that the public approved of the new standards and the
accountability the program achieved.

Staff Development

CBE implementation will also demand a concerted staff
development effort, both to prepare staff for their new roles,
including those of implementation, and to improve staff com-
mitment. Giugni reported that his district has encouraged staff
development through widespread staff participation in pro-
gram development. As an example of this participation, he
pointed out that after a committee of physical education in-
structors identified new outcomes all s ch instructors met to
review them.

Schultz emphasized the need for comprehensive ovgoinug
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inservice education that providcs for practice and relates di-
rectly to staff tasks at hand. Tc prepare staff for using a new
testing system, her district held a workshop to cover test items
and test site environment. After the test, it held adother ses-
sion to help teachers work over the results. Such timely in-
service offerings, she argues, will succeed much better than an
isolated session distanced from specific staff needs.

Lasser and Olson, reviewing the literature, suggest that dis-
tricts initially provide intensive training, using a variety of
approaches, and follow up with regular ongoing meetings,
which can enable the district to respond to problems as soon
as they arise. They also believe that staff development should
involve practice and include the prepartion of materials for
actual classroom use.

In response to the many praciical concerns of CBE imple-
mentation, Miller offers some additional suggestions for dis-
tricts starting a life-role curriculum. First, to avnid unnecessary
management and scheduling problems, districts should clearly
chart a transitional course structure, identifying required
courses and sequences and the location of competencies
throughout the curriculum. Similarly, districts should develop
a guidebook that lists all available options—and their requisite
procedures—for attendance waivers, credit-by-examination,
off-campus credit, and independent study.

Lastly, Miller suggests, high schools should require that

entering students, with the aid of cour.selors and teachers, map

out a schedule for high school completion. Schools should
periodically review the schedule to énsui€ a.pprﬁpuat: pro-
gress. Such practical steps, and public infarmation”and staff
development efforts, should help students, parents, and staff
adjust to a new and complex system with a miniicum of con-
fusion. '
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““Will competency-based education reaiize its claimed po-
tential and provide both accountable and more personal edu-
cation? Some tentative evidence, at least, bears out the claims
of CBE theory and suggests that well-implemented CBE pro-
grams can bring significant benefits. Competency-based edu-
cation remains, however, a largely untested innovation.

CBE’s rapid adoption rate suggests that many educator.
are not waiting for conclusive evidence that it will live up :»
its claims. Respondingto promises of CBE advocates and pub-
lic pressure for new standards, educators in many states are
incorporating various forms of CBE into their school curricula.

For educators adopting CBE programs, the best chance for
successful implementation appears to lie in cultivating good
staff morale, addressing outcomes early in the curriculum, and
linking outcomes, instruction, and assessment in newly de-
signed courses. Based on the experience of districts that have
already implemented CBE, developers should start cautiously
witk. a limited number of new outcomes and expand their pro-
grams through the use of models of excellence. And because
of the limitations inherent in performance objectives and the
threat to the values of liberal education, districts may want
to contmuc requiring tr+ditional course credits in addition to
competency achievement.

Most importantly, as educators implement new CBE pro-
grams, they should not betray CBE from the start by empha-
sizing only performance standards and turning away from the
innovations of the sixties. New standards alone cannot ope
to resolve the serious problems facing public education today.
New standards will truly improve education only if carcfully
integrated into an instructional system that is a:tcntivr to

students’ individual goals and needs. !
i
1
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